Along with mastery of the grammar and vocabulary of a given language, contemporary students are also expected to acquire intercultural communicative competence (ICC), i.e., the ability to use the language efficiently with regard to the sociocultural background of the communicative situation. This requirement should also be reflected in FL course-books, which are considered to be fundamental didactic tools in FL education, even in an era of information communication technologies. Therefore, the aim of the present paper is to report the results of the research focused on the investigation of intercultural component in the New Opportunities Pre-Intermediate and Intermediate course-book packages.
Introduction
It seems that due to massive migration flows and signs of increasing ethnocentrism, intercultural communicative competence (ICC) is gaining more and more significance in contemporary globalized world. However, "intercultural knowledge and intercultural communication skills do not come naturally; they have to be acquired through conscious learning" (Liu et al., 2011, p. 26) . Undoubtedly, FL education can enhance the acquisition of these competences to a great extent by systematically integrating the intercultural aspects into the teaching of linguistic issues.
As FL course-books still represent the core of FL education, they have a great impact on what is taught and how it is taught in the FL classroom (Byram, 1989 , Davcheva et al., 2003 . According to the research findings, they have the power to terms we have to distinguish between general and communicative language competences. General competences consist of declarative knowledge (savoir), skills and know-how (savoir faire), "existential" competence (savoir être) and the ability to learn (savoir apprendre). Communicative language competence is a sum of more language-related components which can be divided into linguistic, sociolinguistic and pragmatic competences.
Declarative knowledge comprises knowledge of the world, sociocultural knowledge and intercultural awareness. In the category of knowledge of the world, the CEFR (2001, p. 102) emphasizes that "of considerable importance to the learner of a particular language is factual knowledge concerning the country or countries in which the language is spoken, such as its major geographical, environmental, demographic, economic and political features". With regard to sociocultural knowledge, the documents highlights that FL learners often lack even basic knowledge and they are frequently influenced by stereotypes; hence, acquisition of this type of knowledge deserves considerable attention in FL teaching. It involves aspects of everyday living, such as food and drink, meal times, table manners, public holidays, working hours, leisure activities or living conditions, i.e., housing, welfare arrangements and living standards (ibid.). Learners must also get acquainted with some unwritten rules of behaviour of the target culture, such as punctuality, getting and giving presents, dress code, behavioural and conversational conventions and taboos, length of stay, leavetaking, etc. (ibid.). In addition, values and beliefs in relation to social class, occupational groups, regional cultures, tradition and social change, history, politics, religion, humour, etc., that are hidden under the surface have a strong impact on the communication, as well. Furthermore, one must be aware of paralinguistic characteristics, such as body language, extra-linguistic speech sounds and prosodic qualities, as well as paralinguistic features of written texts. Word-completing practical actions comprise pointing, demonstration and clearly observable activities; body language refers to gestures, facial expressions, posture, eye contact, body contact, proxemics; extra-linguistic speech includes requesting silence, expressing approval, public and polite disapproval, disgust or disgruntlement. Furthermore, features of prosody, such as voice quality, loudness, pitch (intonation), stress, rhythm or length, can also play a "paralinguistic role". Last but not least, intercultural awareness, as the third aspect of declarative knowledge, stands for the awareness and understanding of the similarities and differences between the target and the home culture. However, it does not relate only to the distinctive features at national level, also includes regional and social variations in both communities.
The "skills and know-how" group stands for a sum of practical skills and knowhow and intercultural skills and know-how. In the category of the former, social skills have to be mentioned, comprising the ability to act in correspondence with the expectations related to foreigners. The latter comprise "the ability to bring the culture of origin and the foreign culture into relation with each other" (ibid, p. 104), as well as to be culturally sensitive and apply a range of strategies to establish and maintain contact with the members of the target community. In addition, FL learners must also be equipped with the ability to overcome stereotypes.
Existential competence is connected with the individuals' personality, as the ability to communicate is also affected by factors such as attitudes, motivations, values, beliefs, cognitive styles and personality types. Attitudes refer to the FL learner's degree of "openness towards, and interest in new experiences, other persons, ideas, peoples, societies and cultures; willingness to relativise one's own cultural viewpoint and cultural value-system; as well as willingness and ability to distance oneself from conventional attitudes to cultural difference" (ibid., p. 105).
The ability to learn refers to language and communication awareness, general phonetic awareness and skills, which imply "sensitivity to language and language use" (ibid., p. 107), as well as to study and heuristic skills, i.e., the ability to cope with new experience (language, people, behaviour) by observing and inferring, etc.
Linguistic competences include lexical, grammatical, semantic, phonological, orthographic and orthoepic competences. Lexical competence refers to the ability to use the lexical elements of a language, such as fixed expressions and single words, together with their grammatical elements. Grammatical competence is the mastery of structure (syntax) and form (morphology) and is related to grammatical accuracy in using different elements, categories, classes, structures, processes and relations of the language. Semantic competences is connected with the awareness and control of the lexical, grammatical and pragmatic meaning of words. Phonological competences stands for the perception and production of phonemes, the awareness of their distinctive features and the ability to use prosodic qualities. Orthographic competence refers to the knowledge of and skill to apply the rules of written language, whereas orthoepic competence is connected with the sound realisation of language.
Sociolinguistic competences involves "linguistic markers of social relations, politeness conventions, expressions of folk-wisdom, register differences and dialect and accent" (ibid., p. 118). Linguistic markers of social relations comprise the use of different forms of greetings (when arriving, leaving, etc.), ways of addressing (frozen, formal, informal, familiar, peremptory, insult) and the use of expletives (ibid.). Politeness conventions refer to both "positive" politeness (e.g., expressing gratitude, offering gifts, etc.) and "negative" politeness (e.g., apologizing, expressing regret, etc.), as well as the appropriate use of such expressions as "please" and "thank you". In addition, FL speaker must also be aware of direct commands, strong complaints and reprimands, venting anger, impatience or asserting superiority being considered impolite behaviour (ibid.).
Expressions of folk wisdom include proverbs, idioms, familiar quotations, expressions of belief, attitudes and values, etc. Whereas proverbs are defined as "pithy sayings expressing general truth, popular wisdom or advice" (Kvetko, 1996, p. 90) , idioms have certain features that make them different from other lexical units. They consist of more than one word, however, they function as single lexical units. In addition, they cannot be translated literally, for they have a unique and figurative meaning (ibid.). Phrasal verbs and similes rank among idioms, regarded as a special group of fixed expressions. The former are combinations of verbs and particles (e.g., look for, turn on, etc.), and their meaning may be opaque. The latter are "used to describe one thing by comparing it to another", e.g., "as busy as a bee", etc. (ibid., p. 90). Furthermore, there are also so-called "minimal idioms", idiomatic phrases consisting of only one content word, e.g., "of course", "at last", "at all", etc.
(ibid.). The expressions of belief most frequently function as weather-saws, and the expressions of attitude can be understood as clichés.
Register differences are connected mainly with the level of formality distinguished as: frozen, formal, neutral, informal, familiar and intimate. The appropriate use of register is extremely important as it can lead to misunderstandings and make the speaker look ridiculous when wrong words are selected. Sociolinguistic competence also refers to the ability to recognize the differences between social, geographical and regional varieties of a language, as well as between different subcultures (in vocabulary, grammar, pronunciation and paralinguistic characteristics).
Pragmatic competences, refers to the ability to use the language appropriately for particular purposes with regard to the sociocultural context and can further be divided into discourse, functional and design competence. Discourse competence stands for the ability to produce a text, both written and spoken, with regard to "thematic organisation, coherence and cohesion, logical ordering, style and register, rhetorical effectiveness" (ibid., p. 123), and it also includes the aspect of text design, i.e. the way in which information is structured in terms of different macro-functions (description, narrative, exposition, etc.), as well as the way in which stories, anecdotes, jokes, etc., are told, and the layout, signposting and sequencing of written texts.
The second component of pragmatic competences, functional competence, is the ability to use the language for different purposes (both in written and spoken form) and comprises "micro-functions". A "macro-function is characterised by its interactional structure" and consists of several micro-functions. Micro-functions comprise a wide range of various types of utterances (including skills from looking for information and reporting, through expressing and finding out different attitudes, suasion and socializing, to structuring discourse and communication repair). Design competence means that macro-functions are patterned on the socalled "interaction schemata", i.e., patterns of social interaction structured by the communication partners in turns (e.g. between a shop assistant and a customer or between a doctor and a patient, etc.).
To summarize, apparently, the framework provided by the CEFR (ibid.) does not rely only on developing communicative competence, understood as the ability to use the language in different situations of communication (Homolová, 2003) . It also contains a wide range of other skills and knowledge to be acquired by a FL speaker in order to become an interculturally competent speaker of the target language. Consequently, "the objective of language learning is no longer defined as solely the acquisition of communicative competence. Teachers are now required to teach intercultural communicative competence" (Sercu, 2005, p. 2) .
FL course-books in developing intercultural communicative competence
Since FL course-books "present the country in a nut-shell" (Risager, 1991, p. 191) , they can have a great impact on FL learners' intercultural knowledge and skills, as well as on their attitudes towards the target culture. Buttjes (1991) claims that the acquisition of the target language can be enhanced by culturally rich textbooks and a socially realistic presentation in them. Davcheva et al. (2003, p. 91) emphasize that FL "textbooks can significantly influence the way culture is taught in the FL classroom". Byram (1991) based on his research adds that the dominant role of FL course-books in developing ICC should be taken seriously by all those involved in FL education. These opinions are also supported by empirical research on the extent to which FL textbooks are used to teach cultural aspects in FL classrooms and what impact they have on FL learners' perception of the target culture. For example, the aim of the research project called "The Durham Project" conducted by Byram et al. (1991) , was to reveal the impact a "French as FL" textbook had on learners' tolerance of French people and their knowledge of French culture. It was based on case studies of two secondary comprehensive schools, the subjects were 200 students who were tested and 100 of whom were also interviewed. The results of the field notes from over eight months' classroom observation revealed that textbooks played a determining and dominant role in the forming FL leaners' attitudes towards French culture. In addition, Davcheva et al. (2003) "examined and compared views and practices of FL teachers with regard to the cultural dimension of the teaching materials they used in class". Results showed that teachers, regardless of their country of origin, relied chiefly on FL textbooks when teaching cultural aspects.
Based on the abovementioned studies and viewpoints, it seems that one of the new roles which FL textbooks should gradually acquire is that of mediator between the home and the target culture (Risager, ibid.) . Despite the vast amount of recommendations on the content and methodology of teaching cultural issues in general, the list of proposals given for the intercultural content of FL course-books is more limited. Yet, the following part discusses suggestions which address the content of both FL lessons and FL teaching materials. Seelye (1997) notes that it is not enough for FL course-books to have footnotes or endnotes; they should also offer experiential activities which develop FL learners' skills using the cultural context to decode the meaning in communication.
Concerning the methods of teaching the cultural input in FL course-books, according to Hatoss (2004) , the following two different aspects have to be taken into consideration: 1. Implicit versus explicit teaching of the cultural input 2. Cognitive versus experiential teaching of the cultural input.
Culture is taught explicitly when students are "constantly confronted with different values, different perspectives, traditions, and the ways of interpreting the world" in order to become "critical intercultural speakers" (ibid., p. 29). In these terms, it is also important to consider whether the learners are only exposed to the cultural input, or they are provided with the opportunity to reflect on it. Another confronting way of teaching cultural input is building leaners' awareness of their own culture as an essential part of developing their intercultural competences. However, the constant comparison of the learners' first culture to the target culture should not happen in a competitive way, and EFL courses should not suggest the replacement of the students' own culture. With regard to cognitive versus experiential teaching, Hatoss (ibid.) outlines that both methods are equally important, yet modern teaching approaches emphasize the experiential ways of teaching as they make learning more effective.
Another interesting viewpoint is offered by Brooks (1997, p. 25) , who claims that "as long as we provide our students only with the facts of history and geography, economics and sociology, as long as we provide them only with a knowledge of the sophisticated structures of society such as law and medicine, or examples and appreciative comments on artistic creations such as poems, castles, or oil paintings, we have not yet provided them with an intimate view of where life's action is, where the individual and the social order come together, where self meets life". To support this idea, Brooks constructed a list of 10 issues, based on Hall's scheme presented in The Silent Language (1959, in Brooks, ibid., p. 27-29) . The list contains the following issues: 1. Symbolism: e.g., literature, art, myths, politics and religion; 2. Value: e.g., personal preference, morality, philosophy, etc.; 3. Authority: e.g., whose world is accepted at different stages in one's life, etc.; 4. Order: e.g., dispositions towards a clear arrangements of thoughts, etc.; 5. Ceremony: e.g., dress, rituals; 6. Love: e.g., parent and child, husband and wife; 7. Honour: e.g., attitude towards ourselves, our families, friends or country; 8. Humour: e.g., what is witty and how it differs from one culture to another; 9. Beauty: e.g., in terms of the aesthetic sense of products of the human mind and hand; 10. Spirit: e.g., awareness of oneself as human at different phases and situations of life.
According to Brooks, the listed issues can be considered central in terms of teaching cultural aspects of a target country, and, therefore, should also be taken into consideration by authors of teaching materials, as well as methodological materials for teachers. In addition, it is important that textbooks show how components of the target culture are reflected in the target language. Brooks also emphasizes that culture should already be integrated in the early phases of the FL learning process, which should be reflected in the teaching materials, as well.
Another set of goals for the teaching of culture, which should be taken into consideration by textbook publishers, was proposed by Lafayette (1997, p. 123) . His list can be understood in terms of the ability of FL learners to recognize and explain issues, as follows: geographical monuments, historical events, major institutions (e.g., religious, political, etc.), artistic monuments (e.g., arts, literature, etc.), "active everyday cultural patterns" (e.g., eating, shopping, etc.), "passive" everyday cultural patterns (e.g., marriage, work), "culture of the target languagerelated ethnic groups" and "culture of non-European peoples speaking target language". In addition, FL learners should also be able to "act appropriately in common everyday situations, use appropriate common gestures and value different peoples and societies".
Apart from the mentioned goals, Lafayette (ibid., p. 128-134) also developed six basic principles for integrating language and culture both in FL teaching materials and in FL classrooms, as follows: 1. "Cultural objectives and activities must be planned as carefully as their language counterparts and be specifically included in lesson plans. 2. Cultural components must be tested as seriously as their language counterparts. 3. Textbook photographs must be considered as viable teaching content. 4. Language teaching must emphasize the teaching of content as much as it does the teaching of forms. 5. The teaching of culture must extend beyond factual learning and include community resources, experiential learning and process skills. 6. The target language should be the primary vehicle used to teach culture". Stern (1992, p. 219-221) defines the content of cultural teaching in six areas, covering aspects which FL learners should have some familiarity with. They include, as follows: geographical places, i.e., physical location to which FL learners are able to relate the target language; people and way of life, i.e., how they live, what they do and think; people and society, i.e., social, professional and economic groups; history; institutions; as well as art, music and other achievements. Stern also emphasizes that teachers who do not want to neglect these issues need accessible and reliable sources. However, there is a lack of publications, especially in terms of certain aspects, e.g., everyday life in the target cultures.
Finally, as Skopinskaja (2003, p. 52) puts it "the existence of cultural input in the teaching materials does not automatically entail its exploitation", and it is up to the teachers how a particular course-book is used. It means that they should know how interculturally useful the course-book in question can be. For this reason, on the one hand, teachers should be acquainted with the basic principles of evaluating and selecting course-books; on the other hand, research analysing FL coursebooks should be extended to help teachers identify interculturally appropriate teaching materials.
Analysing the cultural content in FL course-books
In order to analyse the cultural content of FL textbooks several checklists have been proposed. For instance, Byram (1989) and Huhn (1978) distinguish the following seven criteria dealing with the cultural content of FL textbooks: -Cultural information must be accurate and contemporary; -The question of stereotypes must be handled critically; -It must provide a realistic picture of the foreign society; -It must be free from ideologies; -Facts should not be presented in isolation; -The historical material should be presented explicitly.
Another set of criteria is provided by Risager (1991, p. 182-183) and they can be divided into four main groups. "The micro level -phenomena of social and cultural anthropology includes the social and geographical definition of characters, material environment, situations of interaction, as well as interaction and subjectivity of the characters: feelings, attitudes, values, and perceived problems". "The macro level -social, political, and historical matters", as the second category comprises "broad social facts about contemporary society (geographical, economic, political, etc.), broad socio-political problems (unemployment, pollution, etc.) and historical background". The third group of criteria, i.e. "international and intercultural issues", consists of "comparisons between the foreign country and the pupils´ own, mutual representations, images, stereotypes, as well as mutual relations: cultural power and dominance, cooperation and conflict". Finally, "the point of view and style of the author" also has to be taken into consideration.
According to Cunningsworth (1984 Cunningsworth ( , 1995 ) the social and cultural context in the FL course must be comprehensible to the students and they should be able to interpret "the relationships, behaviour, intentions, etc. of the characters portrayed in the book". His checklist also pays special attention to gender differences, e.g. it is important to examine whether women are treated equally to men, what inner qualities and physical attributes women are given, and what professional and social status women have. Other aspects focus on the inner lives of the characters portrayed in the course and the social background against which they exist. Similar criteria are also listed by Kilickaya (2004) , that is, "sociocultural information, learners' needs, stereotypes, generalisations and intercultural communication".
The model proposed by Cortazzi and Jin (1999, in Aliakbari, 2005) serves for investigating the type of culture which is presented in a particular FL course-book. They distinguish between the following three basic types of FL course-books: 1. FL course-books that reflect the source culture, i.e. FL learners' first culture; 2. FL course-books that reflect the target culture, i.e. cultures where the target language is spoken as first language; 3. FL course-books that reflect international target cultures, i.e. cultures where the target language is spoken as second or foreign language;
Damen's "textbook evaluation guide" (1987, p. 272 ) is divided into three parts. The first is focused on general information about the cultural content and its presentation; in addition, a number of questions is used, such as what specific cultural items are covered or how and through what method they are presented. The second part serves for the evaluation itself, i.e. giving personal opinion through answering a list of questions, e.g. whether the information is authentic, unbiased or problem-oriented, etc. Finally, the last part is designed to summarise the cultural load.
A further model for analysing the cultural content in FL textbooks was presented by Hatoss (2004) . It resulted from a pilot study carried out as a content analysis of textbooks for English business communication within European context. The model focuses on the evaluation of three dimensions: text and visual input, methods used to teach the cultural content and aims set by the author/s or publisher/s of a particular textbook for developing learners' intercultural competence. Input factors include sociolinguistic and pragmatic competences, sociocultural knowledge, as well as paralinguistic and semiotic input. With regard to the methods, implicit versus explicit as well as cognitive versus experiential teaching of the cultural input are concerned, and the criterion of the authors/publishers´ aims deals with the issue of assimilation.
Apart from the provided checklists, another set of categories and labelling codes was created by Reid (2014) , who investigated how different aspects of ICC were implemented in teaching EFL at Slovak primary schools. In document analysis, she compared Slovak curricular documents with the CEFR, which also served as a core document for setting the categories and codes. Similarly to the previous checklist (by Hatoss, ibid.) , hers takes into consideration all the aspects of ICC as described in CEFR (2001) . Therefore, the present analysis of the intercultural component in the chosen FL course-book package will be carried out drawing on both Hatoss's and Reid's model.
Research methodology
The main aim of the research was to discover which aspects of the intercultural component in the New Opportunities course-book packages were relevant because suitably treated in terms of developing ICC at B1 level (according to the CEFR), while suitability was understood in terms of the requirements which FL learners were expected to fulfil according to European and Slovak key documents in the field of FL education. In addition, based on the model of Hatoss (2004) , the particular aspects of the intercultural component in the selected course-book packages were considered as appropriate if they were treated both implicitly and explicitly in a sufficient extent. Furthermore, the structure of the codes, i.e. the equal representation of the functions comprised within the codes, were also taken into consideration.
Drawing on the methodology of several empirical studies (e.g. Byram,1989 , Risager,1991 , Aliakbari, 2005 , Mineshima, 2008 , Si Thang Kiet Ho, 2009 , Juan, 2010 , Kim, 2012 , Liu, 2012 , Oñate and Amador, 2013 , Melliti, 2013 , content analysis was selected as the main research method. However, as it is considered crucial not to rely merely on the analysis of a given teaching material, the method of triangulation was applied, i.e. the method of content analysis was supplemented by the methods of observation and interview.
In addition, both European and Slovak key documents in the field of FL education were analysed, in order to explore what specific requirements should be fulfilled by EFL course-books to be suitable for B1 level in terms of developing ICC. For the purpose of the documents analyses four documents were selected, as follows: the CEFR (ibid.) and Threshold 1990 (van Ek -Trim, ibid.), as well as the Slovak curricular documents, namely: The Slovak National Curriculum for the English Language ISCED 3 (Gadušová, 2011) and The Goal Standards for students taking school leaving exam of English language at level B1 (Štátny pedagogický ústav, 2012).
The results of the document analyses served to fine-tune the research instrument (See Appendice 1) for application in the course-book package analyses, the aim of which was to identify which aspects of the intercultural component were relevant because treated suitably in terms of developing ICC at B1 level. The sample consisted of materials that prepared secondary school FL learners for B1 level of language proficiency (according to the CEFR), namely: New Opportunities Pre-Intermediate Student's Book (Harris, 2006b ) and New Opportunities Intermediate Student's Book (Harris, 2006a) , New Opportunities PreIntermediate Language Power-book (Reilly, 2006) and New Opportunities Intermediate Language Power-book (Sharman, 2006) functioning as workbooks, as well as New Opportunities Pre-Intermediate Teacher's Book (Mugglestone, 2006b ) and New Opportunities Intermediate Teacher's Book (Mugglestone, 2006a) .
In order to prove the suitability/unsuitability of the aspects of intercultural component in the New Opportunities Pre-Intermediate and Intermediate coursebook packages, in the next phase of the research, further data were collected through applying the method of observation. The aim of this phase of the research was to reveal which aspects of the intercultural component were developed suitably and sufficiently in the EFL lessons through the New Opportunities PreIntermediate and Intermediate course-book packages. With regard to the methodology of the observations, the sample comprised fifty EFL lessons observed at four different types of secondary schools in Nitra. All the lessons were taught by teachers regularly using the New Opportunities Pre-Intermediate and Intermediate Student's Books and Language Powerbooks. The selected materials were used during all the fifty lessons, either as the only teaching source or supplemented by other materials. During the observations, an observation schedule and the technique of field notes have been applied. Prior to the data analysis, the collected data have been categorised according to two principles: whether an ICC component was taught through the investigated student's books and workbooks, or through using other materials. However, the sample for the content analysis only contained the data achieved from the former group, i.e. the aspects developed by the examined course-book packages. The subsequent analysis has been carried out through applying the same set of categories and codes as course-book package and interview analyses. Similarly to the coursebook packages, both explicit and implicit treatment of the particular aspects, and the representation of the functions within the set of components have been taken into consideration.
The aim of the interviews was to find out which aspects, in teachers' view, of the intercultural component in the New Opportunities Pre-Intermediate and Intermediate course-book packages were relevant because suitably treated in terms of developing ICC at B1 level. With regard to the procedure of the interviews, the sample comprised twelve teachers who used the New Opportunities PreIntermediate and Intermediate Student's Books and Language Powerbooks on a daily basis. The set of categories and codes, applied in the course-book package analyses as well as observation data analyses, served as a basis for the semistructured interviews, upon which the open-ended schedule was built. In addition, the predefined categories and codes were used for the analyses of the collected data.
Finally, the findings of the course-book analyses were juxtaposed with the results of the observations and interviews. However, as the research was primarily concerned with the content of FL course-books, and not with the content of FL lessons or with teaching techniques, content analysis was regarded as the central method of the research. In addition, since the reliability of the results gained from both the observation and the interview analyses could be distorted by the teachers, (in the sense that they might have spoken and acted in a different way during the lessons than they normally would have), in case of contradictory results, the findings of the course-book package analyses were considered more reliable than those gained from the observation or the interview analyses. However, in case of contradictory results both from the observation and the interview analyses, the reliability of the findings of the course-book package analyses was questioned.
Results and discussion
Below the findings of the course-book package analyses are contrasted with the results of the observation and interview analyses within each category of the applied research instrument, i.e. within the category of sociolinguistic, pragmatic, sociocultural and intercultural competence.
Sociolinguistic competence
It may be assumed that the treatment of none of the components of linguistic markers of social relations (codes No 1, 3: greetings, addressing, expletives and fillers), can be considered as suitable in the New Opportunities Pre-Intermediate and Intermediate course-book packages. Even though greetings (code No 1) and expletives/fillers (code No 3) occured relatively frequently, due to their almost exclusively implicit character it can be assumed that they were not treated suitably in both the course-book package and in the EFL lessons. What is more, the interviewed teachers' opinions also supported this finding. In addition, even though some explicit attention was paid to formal and informal ways of addressing (code No 2), the results of all the three sources indicated they were not sufficient; hence, its treatment was identified as merely partially suitable.
Similarly, the treatment of the aspect of politeness conventions (codes No 4-7: positive and negative politeness, appropriate use of please, thank you and similar expressions, impoliteness), may be considered as unsuitable or only partially suitable. Specifically, the teachers indicated that the course-books treated positive and negative politeness (codes No 3-4) to an acceptable extent, the results of both the course-book analyses and the observations however proved that they were not presented almost at all, or merely implicitly. In addition, the treatment of please, thank you and similar expressions as well as impoliteness expressions (codes No 6-7), despite the teachers´ views and the relatively high number of their occurrence during the observations, can be regarded as rather unsuitable, as these sociolinguistic markers were almost exclusively treated implicitly.
As far as expressions of folk wisdom (code No 8) are concerned, some controversy can be seen in the results of the three methods. Although both the course-book analyses and the observed lessons showed that they were treated both explicitly and implicitly to a sufficient extent, surprisingly, the teachers considered their treatment only partially suitable. They pointed out that there was lack of practice for the development of this issue, in addition, proverbs and quotations were not catered for at all. However, these statements may be contradicted, as every unit in the investigated student's books and workbooks contains at least one exercise focused on phrasal verbs; in addition, discussing the meaning of a proverb or a quote is a regular task in the New Opportunities PreIntermediate and Intermediate Student`s Books. Furthermore, the discourses of the analysed materials were also rich in idioms and phrasal verbs. Therefore, the treatment of the given aspect can be found suitable in terms of developing ICC at B1 level.
In connection to register differences (code No 9), a high consensus can be seen, as these were treated not only implicitly, but also explicitly both in the coursebooks and during the observed lessons. In addition, teachers also claimed that they were satisfied with the extent of attention given to this issue. What is more, in correspondence with the Slovakian and European key documents, the majority of the discourses were written in neutral style. Furthermore, the differences between informal and formal registers were also catered for sufficiently.
Finally, the treatment of dialect and accent (code No 10) differences can be considered only partially suitable, due to relatively little attention paid to the differences between the varieties of English. However, in accordance with the Slovakian and European key documents, the dominant accent of the course-book package was RP and FL learners could also experience listening to some other standard varieties, as well as to slightly-coloured regional speech.
Pragmatic competence
The results of all the three methods proved that the treatment of discourse competence, imparting and seeking factual information, expressing and finding out factual attitudes (codes No 11-13) and expressing modality can be identified as suitable in terms of developing ICC at B1 level. They were catered for both implicitly and explicitly and to a sufficient extent not only in the course-book packages, but also during the EFL lessons, in which the given materials were used. In addition, the teachers' opinions supported the appropriateness of these codes. 18) the interviewees claimed that they were appropriately catered for, on the other hand, the results of the content analyses and the observation showed that that they were either treated implicitly, and if treated explicitly, only to a lesser extent. Therefore, the presentation of these aspects can only be regarded as partially suitable.
Treatment of socialising (code No 19) and communication repair (code No 21) can be regarded as not suitable in terms of developing ICC at B1 level, both in case of the course-book packages and the EFL lessons. In addition, the interviewed teachers also agreed on neglect of these components throughout the course. Similarly, with structuring discourse (code No 20) and interaction schemata (codes No 22) they expressed dissatisfaction with the extent of treatment in the investigated course-book packages. Although some examples of the given codes could be traced both in the course-book package and during the observations, their treatment cannot be regarded as particularly suitable.
Sociocultural competence
Unlike the results of the course-book analyses, the treatment of low cultureeveryday living and high culture -arts (codes No 23-24), based on the teacher's opinions and the observations proved that knowledge of the given aspects can be extended to a significant extent with the help of the chosen teaching materials. It may be explained by the fact that, on the one hand, everyday life issues and information on arts occurred to a relatively great extent mainly in comparison with the other components of sociocultural knowledge. However, the investigated functions of low culture -everyday living were represented very unequally as the majority of the information focused on sports and media. On the other hand, all the examined issues comprised in the high culture -arts aspect occurred almost equally frequently and covered a lot of facts related to film, literature and music. Hence, despite partial appropriateness in representing low culture -everyday living and high culture -arts, their treatment can be regarded as suitable.
Living conditions (code No 25) and social conventions and rituals (code No 28), in the interviewed teachers' opinions, were treated partially suitably; however, neither the course-book analyses nor the observations supported this viewpoint. Both aspects can be thus regarded as rather unsuitable. In addition, interpersonal relations, major values and attitudes, and body language (code No 27-29) cannot be considered appropriate either, as it was revealed in all the three types of investigation.
In terms of the treatment of prosodic qualities (code No 30) rather controversial results were identified. Firstly, although treated both explicitly and implicitly and adequately in the investigated student's books, their overall treatment was evaluated as only partially suitable, due to inappropriate attention given to them in the workbooks. However, in the teachers' views, their representation was assessed as suitable. Yet, during the observed lessons they were given negligible attention. The explanation may be found in the teachers' attitude in other words, the teachers simply did not tackle the issues of stress and intonation during the observations at all. To sum up, despite the discussed findings, the treatment of prosodic qualities can be considered as suitable.
Intercultural competence
Generally, it is possible to conclude that the representation of none of the aspects of intercultural competence was particularly relevant in terms of developing ICC at B1 level. Nevertheless, it cannot be said that they were not catered for at all. Even though the other components of the course-book package (workbooks and the teacher's book) did not devote significant attention to them, the role of the first culture and understanding of similarities and differences between the target and the home culture (codes No 31-32) were treated to a relatively sufficient extent in the student's books. As opposed to these results, according to the majority of the teachers, none of the aspects was suitably treated. In addition, none of the four aspects occurred during the EFL lessons either; neither when the New Opportunities nor when the supplementary materials were used. Thus, it might be concluded that in terms of the teaching objectives, intercultural competence was not ranked as teachers' priority. In addition, it also evokes the idea that the interviewees might not be completely aware of the potentials which the investigated course-book packages possess; since comparing the target and the home culture, as well as making students aware of their own culture were regular issues within the so called "Culture Corner" sessions comprised in every unit.
Conclusion
Based on the above summarised findings and in order to draw conclusion, it seems to be reasonable to create three groups of the examined codes. 
Recommendations
In the light of the results, the following recommendations might be worth taking into consideration. First of all, teachers using the New Opportunities Pre-Intermediate and Intermediate Course-book Packages should be presented the results of the present study showing that some ICC aspects (See above) are suitably developed. However, it also seems to be advisable that teachers be instructed in ways of exploiting the course-book potential to the maximum or be given advice about the ways of exploiting other sources. Secondly, teachers using the investigated teaching material should be trained how to cope with the insufficient treatment of some ICC aspects (See above). In addition, they should be also instructed how to supplement the course-book with other materials and activities in order to develop the abovementioned ICC aspects effectively. Furthermore, teachers using the given coursebook packages should be informed about the fact that some ICC aspects (See above) are not treated appropriately in these course-book passages. Hence, they should be encouraged to use extra materials and activities in order to develop these aspects effectively. Moreover, teachers who want to select suitable coursebook packages should be encouraged to opt for such packages that cater for a variety of ICC aspects suitably. Last but not least, teachers should be motivated to regularly participate in methodology seminars or workshops in order to keep up with the latest research findings and improve their skills both in terms of developing ICC and evaluating course-book packages. In addition, they should be motivated to constantly expand their own knowledge of the target country culture.
As far as course-book writers are concerned, it seems to be of significant importance that they be informed about the research on this area (including the present research findings), about the aim of FLE today, which is to develop interculturally competent speakers of a given language; hence, the aspects of ICC need to be taken into consideration when writing course-books. In addition, course-book writers should be familiarised with the research findings indicating that the given aspects be treated both implicitly and explicitly and be offered sufficient practice in order to be developed effectively. Finally, the authors of teacher's books should learn about the necessity to provide detailed and adequate methodological guidance and especially, sufficient background knowledge on all the aspects of ICC, (not only high culture, i.e. arts).
Finally, with regard to teacher training programmes, it seems to be essential that EFL methodology courses to EFL teacher trainees pay considerable attention to the development of the given ICC aspects. Secondly, within the EFL methodology, undergraduate students should also be trained in terms of evaluating and selecting course-book packages that would contribute to the development of ICC. In addition, they should be taught how to supplement or replace unsuitable parts of course-book packages. 
